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CHAPTER I 
THE NEED FOR CRITICAL THINKlNG 
Critical thinking defined.-- To speak of the need for 
critical thinking is to repeat an old shibboleth. This is 
no problem which has recently confronted the educational 
thinker. Man has mused on it for centuries~ It pertu.rbed 
John Locke who wrote 1 "It is •••• of the highest concernment 
that great care should be ~aken of the understanding to con-
duct it aright in the search of knowledge and in the judg-
1/ 
ments it makes.tt Nor is it a problem confined to one area 
or one level of education. It pervades all phases and all 
planes of thought. 
Fundamentally, critical thinking may be defined as the 
participation by the common man in the solution of the major 
problems of his own life ahd of the society in which he 
dwells. More immediately this study concerns itself with a 
reconsideration of the need for critical thinking, an analy-
sis of its nature 1 and certain suggested methods and materi-
als in the study of selected phases of American History 
conducive to its fuller development. 
1/John Locke, The Works of John Locke 1 Edited by J. A. St. 
John, Volo I) George Bell and Sons, London, 1877, P• 24. 
-1-
-~ : ... 
Our need.as individuals.-- The very dignity of man de-
mands that he employ to the utmost those faculties which 
distinguish him from the brute. An individual may be pos-
sessed of much information gleaned from erudite teachers 
and learned tomes but unless that information has been ac-
quired under conditions which have built up habits of in-
dependent thinking, his education has not equipped him to 
play his role as a rational being. 
No attempt is being made here to minimize the necessity 
for facts and information. They are the sine qua .!!2!! for 
the processes of thought. However, so important is the man-
ner in which facts are arrived at that John Dewey has been 
-
prompted to write: " ..... the only information which, otherwise 
than by accident, can be put to logical use is that acquired y 
in the course of thinking." 
We speak of this as an age of science and we p:d.. de our-
selves on the achievements of our men of science. Yet we 
spend millions of dollars annually on worthless and posi-
tively harmful nostrums, beauty aids and quack remedies; we 
buy almanacs that predict the weather for a year in advance; 
we judge a man by his facial characte.Dstics; we have 
mediums, soothsayers, palmists and phrenologists. These 
things are not confined to one class or stratum of society. 
They are common practices. Phenomena such as these have 
g(John Dewey, How We Thfunk, D.C. Heath & Company, Boston, 
l9l0, P• 53 • 
2 
· prompted Dewey to remark:=· B.illndependent o:f training there is 
a primitive credulity which tends to make no distinction be-
tween what a trained mind calls fancy and that which it calls 
a reasonable conclusion •••• Natural intelligence is no bar-
rier to the propagation o:f error~ nor large but untrained 
. 21 
experience to the accumulation o:f :fixed :false belie:fs.n 
-
There is presently a continuing and increasing need 
:for intelligent thinking in every aspect o:f life, personal, 
social and economic. ttToday both students and adults are 
called upon to extract appropriate meaning :from an ever-in-
creasing amount and v~riety o:f data. These data deal with 
a variety o:f sub~ects 1 are presented in a variety o:f :forms~ v 
and through a variety o:f symbols.u ~ving in a :fluid and 
dynamic technological civilization, :free men are constantly 
being compelled to consider new phenomena, to :formulate hy-
potheses :for the solution o:f new problems and to evaluate 
• 
new and revolutionary ideas. Accumulated but unassorted in-
formation - the acceptance o:f :facts as :facts without discri-
mination - does not solve such problems. They are solved 
only by individuals whose capacity :for thoughtful considera-
tion and judgment has been exercised in the solution o:f 
~Ibid., PP• 20-21. 
i(Howard R. Anderson, Editor, Teaching Critical Thinking in 
the Social Studies, Thirteenth.Yearbook, The National Council 
for the Social Studies~ 1942, George Banta Publishing Com-
pany~ Menasha, Wisconsin, p. 138 • 
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lesser problems. "The skill at the ready command o:f intel- ~ 
ligence is the skill acquired with the aid o:f intelligence."
5 
1 
This is one of the major problems facing the educator. I 
Not how to impart more information but how to develop more I 
critical thinking in the use of the information now im-
parted; how to develop in pupils the habit of thinking in 
the solution of their problems. The primary nature of the 
issue has been indicated by Schuyler who stated, "The 
uneducated and the educated differ in nothing more than in 
this, that the former believe whatever they hear or read, 
§J 
while the latter weigh evidence." 
Our need as citizens.-- Competent citizenship in a 
democracy calls for a good many more things than the require-
ments of the poll - the ability to read and write. Among 
other things it calls for the ability to think critically. 
Each election demonstrates that some successful politicians 
seldom deal with facts and arguments, but appeal instead to 
prejudice and self interest. Campaigners have played upon 
fears of communists, of dictators, of subversive attacks 
upon the Constitution and our form of government. They 
have waved the flag vigorously, attached their cause 
~John Dewey, op. cit., p. 53. 
6/Robert Livingstone Schuyler, "Can History Educate?", 
trolumbia University Quarterly (June, 1935), p. 101. 
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to emotionally exciting but meaningless patriotic slogans • 
• 
They have called the voters to 100% Americanism. 
The welfare of a democratic state, however, depends 
upon the capacity of its citizens to form independent judg-
ments on a rational basis. The only way to m~ce a nation 
safe for democracy is to improve the collective intelligence 
of the people. In theory at least, democratic action ex-
presses the considered judgment of the electorate. Hence 
the urgent need for an electorate which has developed the 
capacity for thoughtful judgment and thorough consideration 
of important issues. It becomes, therefor~ one of the pri-
mary objectives of education in a democracy to develop in 
young people the disposition and ability to think critically. 
This is the fundamental requirement of competent and respon-
sible citizenship. 
The real and pressing threat to our democracy lies not 
across the oceans. It lies within. Our n.. . . experiment 
-
with free political institutions would fail if the state 
neglected to cultivate iri youth that degree of social under-
standing and critical-mindedness necessary to judge politi-
. 1/ . 
cal issues intelligently." The common man's hope of free-
- . 
dom lies in the habit of thinking in the solution of his 
problems. Otherwise he must use the animalistic method o~ 
~Edward M. Glaser, An Experiment in the Development of · 
riticalThinking, T~achers College, Columbia University, 
~ew York, .19411 P• 3. . 
5 
:I 
ll 
< 
6 
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trial-and-error or the totalitarian method o:f depending upon ·: 
·, 
someone else :for the answers. In this latter lies the threat :. 
to :freedom. "In a democracy the rank and :file must learn to 
!IV 
use experts without being dominated by them." 
Critical thinking and the schools.-- Critical thinking 
then is the problem of the school :for the school is the one 
institution whose chief concern is to teach people to think 
and it is the one institution concerned not with :furthering 
the expansion o:f any special group but with developing indi-
vi.duals who in turn can gradually build the kind o:f culture 
essential to the progressive growth o:f all individuals. 
Verbal acceptance o:f critical thinking as a goal o:f instruc-
But does one :find classroom ex-
periences directed toward this end? Unfortunately the ans-
wer appears all too :frequently in the negative. Howard R. 
Anderson, writing o:f critical thinking calls it 
"···· a 
commonly accepted, commonly neglected, and poorly understood 
~ 
major goal o:f instruction." In a catalogue o:f the impera-
tive educational needs o:f youth we :find, "All youth need to 
grow in their ability to think rationally ••••"12/ 
~ Roy o. Billett, Fundamentals o:f Secondary-School Teaching, jj 
Houghton Mi:f:flin Company, Boston, 1940, P• 29. :1 
~Howard R. Anderson, op. cit., p. ix. 
10/The Imperative Needs o:f Youth o:f Secondary-School ~. 
~lletin o:f National ASsociation o:f Secondary-School. Prin-
cipals, Washington, D.c., Mar6h1 1947, P• 1. 
• 
- -·------·-~---- ·----· ----------------~-- ~-- ---------
-----·--------
' 
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Despite recognition that we do not attain our objec-
tives blindly or accidentally, even a superficial survey re-
veals a hiatus between the verbal acceptance of the need for 
critical thinking and the classroom experiences designed to 
teach for this important goal. Too many teachers apparently 
expect an automatic transfer from thinking about subject 
matter to the achievement of this aim. 
"In school, amassing information always tends to escape 
from the ideal of wisdom or good judgment. The aim often 
seems to be - especially in such a _subject as geography -
to make the pupil what has been called a 'cyclopedia of use-
less information'. Covering the ground is the primary ne-
W 
cessity; the nurture of mind is a bad second.u 
In summarizing his studies concerning transfer of train-
iP..g to think critically, E.M. Glaser has stated, "There 
is no evidence that students acquire sh~ll in critical 
thinking as a necessary by-product of the study of any 
given subject. On the other hand almost any subject or 
product can be taught as to put pupils on guard against 
hasty generalizations, contradictory assertions and the un-
W 
critical acceptance of authority." 
Such writers are not ousting knowledge from the pale of 
1!/John Dewey, op. cit., PP• 52-53. 
_g/Edward M. Glaser, op. cit., P• 69. 
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respectability nor identifying it with rote memory. They 
II see no educational crime committed if pupils are expected to 
il jl acquire a mastery of facts. They recognize that knowledge 
II 
11 is necessary for thinking; that thinking cannot occur in 
II ,1 a vacuum. They point out merely that the presence of II 
l1 knowledge is no guarantee that tnere will be fruitful think-
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ing. 
There can be no level or area of education where learn-
ing is devoted exclusively to the acquisition of facts or 
exclusively to the development of critical thinking. The 
two processes should develop concomitantly for, understood 
properly, each is the complement of the other. The error 
has been that too little emphasis has been focused on the 
development of habits of critical thought and appraisal. 
:i 
Critical thinking in selected subject areas.-- No single ;; 
subject can lay claim to be the sole medium for the develop-
ment of critical thinking on the part of the student. The 
conception long prevailed in our early tradition that Latin 
and Greek, mathematics and formal logic were the most ef-
fective instruments for the nurture of this ability. These 
:-,, 
:: disciplines can be made to contribute richly to that end i/ 
H 
but so can and must many others. "Development of the reason-!/ 
il 
ing faculty, of the habit of critical appraisal, should be li I: 
!.I,, the constant and pervasive aim of all education, in every _ 
I 
~ 
1: 
II 
ii 
II 
II 
II 
II 
I 
:I 
'I ,, 
,I 
I 
,I 
i 
I 
' 
ii 
il j: 
jl 
--•--~ li 9 C~~-7---~CC. -~~-===--=CCC~---·--- • w -- --·c= .. _,_-:_,,:~~------'-= ------~-----=-=·· -- ==-==-=-===-T==-=== 
:field and at every level." / 
Workers in the :field o:f mathmetics " •••• have given 
considerable thought to the development o:f critical-think-
ing and to its projection beyond the classroom in a vari-
W 
ety of life situations." Science teachers, in accord 
with the very nature of their subject, have stressed to 
their students the importance o:f causal relations and the 
necessity for a search for and a weighing of all the fac-
tors contributing to the total situation. Critical think-
ing has also been accepted as an objective by teachers of 
English, speech and other areas concerned with the develop-
ment of a discriminating listener and reader. 
Critical thinking and the social studies.-- What then 
o:f teachers in the area o:f the social studies? How have 
they fared in the recognition and achievement of critical 
thinking as a major goal of instruction? Certainly they 
have long accepted it as a desirable outcome of their in-
struction. "Or perhaps it would be more accurate to say 
that in our generation they have accepted critical thinking 
in principle without bothering to define the term precisely 
li/Higher Education for American Democracy, Volume I, Es-
tablishing the Goals, I Report of the President's Commis-
sion on Higher Education, United States Government Printing 
Office, Washington, D.C., 1947, P• 57· 
14/Mathematics in General Education, Progressive Education 
nommission, D. Appleton-Century Company, New York, 1940, 
:P• 188. 
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or to do much by way of direct instruction to see that this 
goal was achieved." 121 
"Cr:ttical thinking" is a term frequently employed in 
the educational literature of the social studies but speci-
fic examples and suggestions of how it may be achieved are 
singularly lacking. It would seem to have received much 
lip service on the part of social studies teachers but 
little systematic effort has been made to develop appropri-
ate materials and techniques to implement the attainment of 
the desired objective. 
Critical thinking in American History.-- In the par-
ticular field of United States History we find that "To in-
sist that a primary aim for the teaching of American History 
in the schools should be the development of the ability to 
think and act reasonably when considering our national 
development and our national institutions, is to demand a 
1§./ 
departure from long established practice." Here, however, 
as in life situations, "The ability to think straight", rath-
er than the amassing of information, essential though it 
w 
sometimes be, is of primary importance." Yet history of 
12fttoward R. Anderson, op. cit., P• v. 
16/Richard E. Thursfield, Editor, The Study and Teaching of 
American Histort' Seventeenth Yearbook, !he ~ational Council 
for the Social tudies, 1946, George Banta Publishing 
Company, Menasha, Wisconsin, P• 77. 
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its very nature lends itself particularly to the development 
of the thoughtful citizen. The teacher of American History 
should be able to make substantial gains toward developing 
the ability to think and act reasonably in reference to 
society and its problems for knowledge and understanding of 
the historical method can be extended admirably into the 
consideration of day-to-day problems. 
In summary.-- Critical thinking then is a universally 
accepted educational objective. Its attainment ~till come, 
however, only when we begin to teach for it. Teaching at 
present is for knowledge of facts and principles, not for 
developing thinking. The curricula, the textbooks, the 
examinations, the entire teaching organization and purpose, 
for years have been predominantly in terms of the accumu-
lation of factual data. The need now is to stress and de-
velop the open and inquiring mind, the habit of reasoned 
judgment and evaluation. These are the marks of free men 
and the sinews of a free society. 
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CHAPrER II 
THE NATURE Oli1 CRITICAL THINKING 
Introduction.-- Critical thinking is not a simple tech-
nique to be taught and mastered in one lesson, one unit or 
ii 
even one subject. It must be seen as a developmental process,:; 
;, 
somewhat as an intellectual way of life, 
of dispositions, skills and abilities in 
involving a multi tude! ,, 
:\ 
the treatment of idoos:1 
,. 
:: 
and facts. Each of its components requires time for continue~ 
practice and opportunity to do so in a variety of contexts. 
As a goal of our instruction critical thinking needs 
to be analyzed. Its elements must be identified and de-
linea ted. These1thenJas sub-skills1must be made the _object 
of a series of exercises and activities by teachers in all 
areas of study, for it is only by the skillful creation of 
conditions requiring the continued use of the individual 
integrants of critical thinking that the general or total 
skill will become the accustomed and ingrained mental habit 
of the pupil. Such was the reasoning of the authors of 
Teaching Critical Thirucing in the Social Studies when they 
affirmed, "This Yearbook Committee believes that pupils de- :1 
,, 
velop skill in critical thinking by mastering the sub-skills li 
involved and by practicing them in a variety of situations.•~ 
I' 
:,1 
I, 
1/Howard R. Anderson, Editor, Teaching Critical Thinking in 1! 
the Social Studies, Thirteenth Yearbook, The National Council;, 
for the Social Studies, 1942, George Banta Publishing Company,! 
Menasha, Wisconsin, p.vii. 
---- ·----------
_ __L__ 
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It is not here implied that all learning at every stage 
of development should be in terms of reflection. What is 
stressed is that the attainment of an accepted educational 
objective - skill in critical thinking - will not result 
incidentally and inevitably. It will be achieved only by 
design and the design rests on the resolution of the general 
goal into a series of specifics. 
In the impressionable years of his formal education the 
mind of the pupil is undergoing constant exercise and train-
ing whatever the particular study may be. Let no teacher 
conclude that his instruction has no such molding effect. 
It was against this attitude that John Dewey railled when he 
warned, 
"Positive habits are being formed: if not habits 
of careful looking into things, then habits of hasty, 
heedless, impatient glancing over the surface; if not 
habits of consecutively following up the suggestions 
that occur, then habits of haphazard, grasshopper-like 
guessing; if not habits of suspending judgment till 
inferences have been tested by the examination of evi-
dence, then habits of credulity alternating with flip-
pant incredulity, belief or unbelief being based, in 
either case, upon whim, emotion, or accidental circum-
stances."Y 
If all teachers then are constantly exercising an endur-
ing influence on the minds of those who come before them, it 
behooves that all contribute their share to the development 
within the student of the one tool which best equips him for 
]/John Dewey, How We Think, D.C. Heath and Company, Boston, 
1910, P• 66. 
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ers then must concern themselves with its nature. 
Critical thinking consists o:f two elements: :first, the 
disposition o:f wanting evidence as a basis o:f belief and 
second, a :familiarity with the processes and methods o:f ar-
riving at well-founded answers. "What is important is that 
the mind should be sensitive to problems and skilled in 
21 
methods of attack and solution." 
The importance o:f the attitude of wanting evidence.--
I Too many people today are willing to have their thinking done :1 
II 
:for them - willing to accept and make their own the end pro- !· 
i! 
•, 
duct of the mental activities of others. They are concerned 
:I 
solely with answers not with reasons, with results not with il 
'!I 
causes. They are stricken with an intellectual myopia which 1
1 
ii 
engenders the acceptance of error based on specious reason- li 
:r 
ing, half truth and supposed authority. The foundation of 
much of their belief is the slim cogency of "The newspaper 
,, 
reported •••• ", the intangible "They say •••• " and the untrace- ii 
able "Someone said •••• " The first suggestions they encounter 
are their immediately and uncritically accepted adequate 
I 
I 
II 
causes. 
Mental laziness, though a factor, is not the sole root o~ 
" 
this condition. People have developed the habit of minimum 
reflection because as students they were not stimulated 
lf!bid., P• 7S. 
i 
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I 
'.1 
,. 
sufficiently to seek the underlying causes of things 1 not 
trained to acquire the habit of suspended judgement~ not 
challenged to be dissatisfied with less than adequate and 
sufficient reasons. These weaknesses and deficiencies exist 
thmlgb,.>ou:r::rgoal is the pupil who leaves school with an open 
and inquiring disposition. Only such a one is well fitted 
to assume his role as an intelligent individual and a com-
petent citizen. He who requires evidence for belief is not 
so l~kely to be misled or duped as his unthinking brother. 
Lewis E. Hahn in considering the factors. involved in 
critical thinking listed, among others, tr ••• an attitude of 
willingness to consider problems thoughtfully in the light 
of revelant facts and reasons." He then averred "··· on itJ 
.11 
all else depends." Teachers in all areas of the school 
program can make significant contributions toward engender-
ing this attitude by the habitual use of critical thinking 
in the solution of classroom problems. 
Since it is this disposition in the pupil of wanting 
evidence which is so essential to the acquisition of the habii 
of critical thinking, it is heartening to report the finding 
of E.M. Glaser who at the termination of his study reported, 
"The aspect of critical thinking which appears most suscep-
tible to general improvement is the attitude of being dis-
posed to consider in a thoughtful way the problems and 
YIIewis E. Hahn, "Developing Critical Thinking in the Secon-
dary Schools,n Educational Administration and Supervision 
(November, 1948), 34:421. 
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attitude of wanting evidence f'or beliefs is most subject to II y I 
general transfer." j 
The above conclusion highlights and emphasizes a re-
sponsibility implicit in all good education. Those aspects 
having the most beneficial and enduring influences in the 
after-life of the student should receive particular stress 
on the part of the teacher. Since it is this inquiring 
disposition which is most subject to transfer, the teacher 
must imbue and set the example of a desire and a willingness 
to consider in a thoughtful way the problems and subjects 
that come within the scope of inquiry. 
The method of logical inquiry.-- If we have implanted 
in our pupils a desire for evidence> then the component 
abilities involved in thinking critically must next be made 
the specific goals of' instruction. The processes and princi-
ples of reasoning which are involved must become clear and 
usable to the students and training and exercises in the use 
of each should be provided. " ••• for pupils to profit most 
adequately f'rom such experiences in critical thiruring as 
the schools can provide them) attention must be focused 
directly on the process of thinking. Practice in critical 
~ard M. Glaser, An Experiment in the Development of 
trritical Thinking, Teachers College> Columbia University) 
New York> 1941, P• 175. 
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thinking is much more likely to carry over into other situa-
tions as the pupils become conscious of the process of re-§/ 
flective thinking and problem solving.n This does not 
require a special course nor involve introduction at a par-
ticular level of the educative process. It should be made a 
phase of learning in all areas· by all teachers. The various 
skills essential to critical thinking need become the ob-
jects .. of instruction; the various subject areas being made 
the media through which they are presented. It is the me-
thod of arriving at the answer which demands a new emphasis, 
not the answer. The right answer arrived at by faulty 
reasoning is a weak answer. 
Various breakdo\vns and.analyses of the sub-skills in-
1/ 
volved in critical thinking have been made. Deweyts five 
steps involved in reflection have been the starting point of 
much further study and discussion and are essential reading· 
for any serious examination of the nature of the thinking 
process. Part One of the Thirteenth Yearbook of the National 
Council for the Social Studies§/ is similarly valuable in a 
consideration of the elements of critical thinking e~ecially 
as they are pertinent to the social studies. 
r §/Howard R. Anderson, op •. cit., P• 95. 
1/John Dewey) o;p. cit., PP• 72-78 • 
.§/Howard R. Anderson, ·op. cit., PP• 1-48. 
l7 
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The following division of critical thinking into a 
series of sub-skills has been made by drawing from the above 
"v sources, along with others~ with the particular viewpoint 
that these divisions might become taught-for objectives in 
the American history classroom. The analysis presented 
below is an attempt at simple phrasing and does not imply 
that all the steps listed are used in every problem or must 
necessarily be followed in this order. 
1. Isolation and definition of a problem.-- Foremost 
in the study of a problem is the necessity for its clear 
and concise definition. Too often a study is begun with 
only a vague perception of what is sought or required. As a 
result much lost effort and time follow. The subject must 
be narrowed down so that the problem becomes a clearly 
defined target at which to aim. Identifying the problem 
indicates where the investigation should be made, when it 
should start, with whom it should concern itself and enables 
one to determine when it is complete. 
To direct the pupil to m~ce a study of Immigration is 
too vague. Are you concerned with the causes of movement to 
the United States or its effect on our coun~y? Do you seek 
a study of the phenomenon in the Colonial Era or do you wish 
2/Especially Henry Johnson, Teaching of Risto~ in Elementary 
and Secondary Schools,_ The Macmillan Company, ew York, 1929 1 
xxix t 497 PP• and Victor H. Noll~ »Habit of Scientific 
Thinking", Teachers College Record, Teachers College, Colum-
bia University, New York, 35:1-9. 
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him to trace it through the whole course of American His-
tory? Is he to consider only one people or immigrants from 
all nations? Is it the upheavel in the life of the immi-
grant you wish considered or his impress on America's 
westward movement, agriculture, manufacturing and so on? 
"A question well put is half answered; i.e. a diffi-
culty clearly apprehended is likely to suggest its own so-
l~tion, - while a vague and miscellaneous perception of the 
191 problem leads to groping and fumbling." 
Practice may well be given pupils in the isolation and 
definition of problems for possible study. This is most 
frequently the task of the individual in later years when 
his needs and interests determine the areas in which he 
shall make further investigation. Having been trained to 
reflect seriously on tne nature and extent of his problems, 
he is better equipped to attempt their solution. 
In the. delineation of problems for study it is further 
necessary to determine if the student is selecting signifi-
cant words and phrases that are important to him and requir-
ing that they be carefully defined. Does he show a sensi-
tivity to vague or ambiguous terms? We have all observed 
heated disputes and wasted energy stemming from the ambi-
guous use of language. Many a disagreement vanishes when 
terms are defined. 
J:Q/John Dewey, op. cit., P• 94· 
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2. The collection of data.-- Once the problem has been 
perceived clearly we have a key to the types of information 
;i 
we must seek. Some may best be found in original documents, 1! 
' 
others in secondary sources - books, pamphlets and newspapers _.1 
Pupils need instruction in the relative v~lue and usefulness 
of various sources, in their location and in their proper 
use. These, though mechanical phases of education, require 
a certain facility on the part of the student. The Natiofl-
a 1 Council for the Social Studies has published a valuable 
w pamphlet entitled How to use a Textbook which emphasizes 
the skill a pupil should master in the use of a book as an 
educational tool and which contains practical hints and il-
lustrations of how this mastery may be imparted. Briefly, 
the student must be acquainted with the parts of a book -
the title page, preface, table of contents, index, *lossary 
and appendices - and the information to be gleaned from them. 
A similar skill and knowledge in the use of the dictionary 
and encyclopedia should likewise be mastered. For practice 
in the location and selection of pertinent information in 
periodical literature, a useful aid is made available by the 
w H.W. Wilson Company. !i il 
I! 
Havi~~ become acquainted with the sources of information !1 
II 
~William H. Cartwright, How to Use a Textbook, Number 2. 
ow To Do It Series of the National Council for the Social 
Studies, Washington, D.c., Revised 1950, PP• 1-6. 
n 
!I 
12/How to Use the Readers~ Guide t9 Periodical Literature and \j 
~er Indexes, The H.W. W~lson Company, New York, PP• 1-16. ~~ 
" 
and the use of references, the student may soon find himself 
a..,;sea in a welter of confusing information. It is now that 
the process of selection becomes necessary; the determina-
tion of what is pertinent and important. Lengthy articles 
need outlining or summarizing and required data need ab-
stracting from that which is irrevelant to the study. These 
skills are not mastered haphazardly. Definite training and 
experience in their use must be provided else the pupil 
tends to.become awed and overwhelmed by the plethora of 
available information and unable to use it effectively. 
The topical approach to an historical problem, requiring 
the student to select information from several scattered 
chapters or texts, is particularly adapted to the exercise 
of abstracting and summarizing. Even the use of a single 
text or the chronological study of history can provide suit-
able experiences in these desired proficiencies. The events 
of eras and the lives and accomplishments of man may be out-
lined while programs and policies may be summarized. 
3. Analysis of evidence.-- While collecting data little 
evaluation of its usefulness need be attempted, for often the 
significance of a piece of evidence is impossible to deter-
mine until all information has been assembled. Eventually, 
however, the student faces the problem of determining what is 
the reliability and relative importance of his various in-
formation. Any systematic program of problem solving will 
soon expose the student to the incidence of bias, propaganda, 
21 
conflicting data and unreliable reports. It is now that he 
has reached the crucial stage in the process of critical 
thinking. Here the teacher can hope to give him practice in 
the identification of prejudice on the part of an author and 
the recognition of slanted or fragmentary report as used by 
propagandists. Does he require adequate evidence in support 
of any conclusions a writer may press him to accept? Does 
he seem free to question reasonably statements given by 
authority? Does he try to distinguish be~Neen facts and the 
interpretation of facts? Does he consider alternate possi-
bilities perhaps not mentioned by a writer? Does he take 
into account possible reasons for a lack of evidence? Cer-
tainly if he is trained in considering arguments in such a 
light he will not be one who believes all he reads and hears 
nor will he regard every argument as of equal weight. Me-
thods for determining the value of historical evidence have 
1Y been set forth in several works and many books and pamph-
lets have been published under the aegis of the Institute 
for Propaganda Analysis, Inc., and others, to illustrate the 
.w devices favored by propagandists. 
~lvin Johnson, The Historian and Historical Evidence, 
Charles Scribner's Sons, New York, 1934, particularly Chap-
ters III and IV; and Allan Nevins, The Gateway to History, 
D.C. Heath and Company, Boston, 1938, particularly Chapters jl 
V to VII. J 
14/Alfred McClung Lee and Elizabeth Briant Lee, Editors, The l, 
Pine Art of Propaganda, Harcourt, Brace and Company, New York, !I 
1939, xi + 140 pp; Clyde R. Miller, How to Detect and Analyze :1 
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school can produce graduates trained and experi-
enced in such an analysis of the data available to them, and 
willing to suspend judgment until they have so examined the 
arguments and reasons advanced, it will have gone far in 
the formation of the critical thinker. 
4. Drawing a conclusion.-- Concluding the problem 
studied in the history class is not so simple as terminating 
one in the science class. In the latter natural laws may 
dictate the outcome and this can be verified under repeated 
experiment. The student of history must satisfy himself 
with the available information though this may not be all the 
information. The history teache~ however, faces no hopeless 
task. Drawing a conclusion involves the formation of an 
opinion on the basis of evidence. The aim is to insure 
that the pupil properly uses his available evidence in the 
formation of his conclusion. The problem involves fitting 
together fact with fact so that the total points to a 
definite finding. This will be the individual's interpreta-
tion of what the evidence implies. The duty of the history 
teacher is to point out deviations from the method of logic, 
to be on guard lest more be read into the data than is there 
and to warn lest wishful thinking lead to misinterpretation. 
~(continued) Pro~aganda, The Town Hall, Inc., New York, 
39, 36 pp; and lmer Ellis, Editor, Education Against 
Propaganda, Seventh Yearbook, ~he National Council for the 
Social Studies, 1937 1 v + 182 PP• 
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In some instances pupils may well profit from a brief and 
simple explanation of the inductive and deductive methods 
since these enter into the drawing of any conclusion. 
5. Organization and presentation of a conclusion.--
Any theme a pupil writes or discussion in which he takes 
part calls for the organization of information and the 
presentation of a reasoned conclusion. This conclusion 
must be buttressed by the arguments in its support for it 
is no more valid or weighty than the data which underlie it. 
The pupil must collect and organize these data into a cohe-
rent whole and show how his conclusion is grounded in and 
follows from the facts. Here the history department can 
cooperate with the English department with the latter assis-
ting in the final presentation of the argument. Frequent 
opportunities for the presentation of written conclusions 
should be afforded as these lend themselves better to a 
more thorough analysis for logical consistency than do oral 
reports. 
6. !2tfalls.-- Certain types of error are frequently 
found in the reasoning of those who are not critical in 
their thought processes. The student should be forwarned 
of these pitfalls and made alert to avoid them in his own 
thinking. Among these are overgeneralization, mistaking 
what is true of some members of a class for what is true of 
all, believing for example that all colonists were loyal to 
!i 
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the Revolutionary cause or that all southerners favored 
slavery immediately prior to the War of Secession. Others 
read only what is expressed and fail to comprehend its 
ramifications and implications~ It is as though they saw 
only the trunk of a tree and ignored its roots and branches. 
Same are prone to grasp at immediate causes, as those who 
would accept the firing on Fort Sumpter as a cause of the 
Civil War. Still others there are, who, lacking perception 
of the depth of a problem~ are satisfied by oversimplified 
explanations. Finally, some seem to allow emotions to anes-
thetize critical powers as do rabid nationalists in the 
study of their country's development~ Other pitfalls there 
are which are fallacies. of formal logic. Ten of these as 
met in everyday life are identified and illustrated in the 
Thirteenth Yearbook of the National Council for the Social 
Studies. 121 
Conclusion.-- Thinking is one art we cannot acquire ex-
cept by doing. Whatever elements of it one considers - be it 
deciding what is worthy of consideration, be it the collec-
tion and analysis of data~ be it drawing and presenting 
conclusions - they can be learned only by constant and repe-
titive practice in a variety of situations~ They cannot 
be mastered or made habit by precept. Facility ih the 
use of the tool of critical thinking is achieved only 
,WHoward R .. Anderson~ o;p. cit •. , P• 29. 
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•••• when the pupil has learned to recognize the skills of 
critical thinking and knows both the appropriate order in 
w 
which to use them and the occasions when to use them ... n 
1§}Howard R. Aiiderson, op. cit., p. 45. 
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CHAPTER III 
CRITICAL THINKING IN THE CHRONOLOGICAL APPROACH 
TO AMERICAN HISTORY 
Introduction.-- Too often in the literature of critical 
thinking ways and means of achieving this objective have 
been suggested in terms so broad as to be meaningless and 
in generalizations so inclusive as to be empty. These have 
been written by people who are sensitive to the need but who 
have not attempted to suggest ways and means in terms of con-
crete curricula and teaching procedures. An analysis of this 
literature seems to indicate further that the pendulum of 
emphasis within the social studies is now at an opposite 
extreme to that of a few decades ago. For years history 
and history teachers were charged with dominating the social 
studies field and with attempting to relegate all other 
areas to a minor and subservient role. Now, though consider-
able has been written about critical thinking in the social 
studies and some few examples are cited o:f activities which 
will contribute to the development of this skill on the part 
of the pupil, almost nothing has been said, beyond the most 
vague and general platitudes, o:f its development in the 
field o:f history. Rather is there a glaring dearth o:f speci-
fics for its development in this area. Indeed throughout the 
entire thirteenth yearbook of the National Council :for the 
-27-
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Social Studies not one single mention of or recommendation 
for critical thinking in the area of historJ was made. 
In t1us chapter therefore it is proposed to suggest 
specific topics and teaching procedures in an area of 
American history commonly taught from a chronological ap-
proach - the Colonial Period - which might be useful to the 
classroom teacher as an aid in realizing one of the cardinal 
objectives of education) the development of critical think-
ing. Fundamentally, the problem is to induce pupils to seek 
the underlying causes of movements, to understand the many 
contributing factors to the incidents of oft-written and 
memorized history, and to follow the consequences and rami-
fications of important decisions and events. 
Critical thinking despite a text.-- The single text book 
is still the core of most history courses. Its obvious weak-
II 
,, 
I 2s 
nesses have been attempted to be remedied by making available 1 
to students a variety of related texts and requiring a certain I 
amount of parallel reading in other volumes. Textbooks how-
ever are rarely conducive to the development of critical 
thinking. The author is usually preoccupied with recounting 
factually and interestingly the occurrences of the past, not 
with providing systematically arranged situations wherein 
the pupil is given the opportunity to think. Even though 
1/Howard R. Anderson, EditorJ Teaching Critical Thinking 
in the Social Studies) Thirteenth Yearbook, The National 
Council for the Social Studies, 1942, George Banta Publishing 
CompanyJ Menasha, Wisconsin, PP• ix, 175· 
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reasons for a conclusion may be cited, these are no adequate 
substitute for pupil thinking. To many pupils they serve 
solely as a ready-made intellectual pablum which they accept 
and swallow as supplied. 
When students encounter conclusions which textbook 
authors and specialists provide, the teacher must be parti-
cularly alert that these conclusions are understood and be-
come not mere verbalisms committed to memory. Parrot-like 
repetition of memorized statements must not be confused with y 
real learning. Dr. Ernest Horn reported the case of a 
pupil who wrote: "The French Revolution wrote insulting 
--
letters to the American Revolution." The pupil insisted 
that this was what the teacher had said. The teacher dis-
covered that her statement had been: "The French Revolution 
corresponded in a rough way to the American Revolution." 
Had the pupil repeated the statement verbatim - as is often 
encouraged - instead of paraphrasing it, the teacher would 
never have detected the error. 
How then shall the subject matter supplied by the text 
be treated so as to become material for reflective thinking? 
It must be looked on only as evidence or testimony which the 
pupil employs in his thinking process and not something to 
be held with dogmatic rigidity and finality. This does not 
~Ernest Horn, Methods of Instruction in the Social Studies, 
harles Scribner's Sons, New York, 1937, P• 142. 
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imply that pupils must discover new answers unthought by 
the authors but that they discover the answers in a personal 
and intellectual sense. John Dewey, in spealdng of the im-
portance of this intellectual exploring, said, 
uAll thinking whatsoever-so be it is thinking -
contains a phase of originality. This originality' 
does not imply that the students' conclusion varies 
with the conclusion of others, much less that it is a 
radically novel conclusion. His originality is not 
incompatible with large use of materials and suggestions 
contributed by others. Originality means personal in-
terest in the question; personal initiative in turning 
over the suggestions furnished by others, and sincerity 
in following them out to a tested conclusion.".2/ 
Critical thinking and primary sources.-- All too often 
the jud5ment and conclusions of history classes are ready-made 
either by the teacher or the textbook and give the pupils no 
training in judging for themselves. Even if independent, they 
are frequently based on data from which the disturbing factors 
that constitute our problem in judging the character and acts 
I 
of men in the present are accommodatingly absent. In the wor~ 
of Henry Johnson, "To most persons of average education a 
judgment of Thomas Jefferson is simple and sure because 
they know so little about him, while a judgment of Franklin 
D. Roosevelt is difficult and uncertain because they know so 
i/ 
much about him." Usually school history texts do not supply 
sufficient data for exercising judgment in the way called for 
by data of the present. Training in critical thinking de-
2/John Dewey, How We Think, D.C. Heath and Company, Boston, 
1910, p. 198 • 
II 
. : .i/Henry Johnson, Teaching of Histozy, The Macmillan Company, 
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mands therefore that school texts be supplemented by the 
frequent and abundant use of primary sources. The chief 
function of these accounts is to give context on which 
generalizations can be formulated and so to substitute his-
torical interpretation by the student for memorization of the 
conclusions of a secondary authority. Further, the reading 
of primary sources can open a new world to students and us-
ually they read with a genuine interest and pleasure the 
thoughts and fears and hopes of individuals who played an 
active role in the events of the past. 
Several collections of source materials useful to the 
21 
teacher of American histor'J have been made. :Most of these, 
however, are expensive and so are of limited value to classes 
of even average size. The teacher therefore should duplicate 
historical documents in quantities so that each student may 
have a copy and not be dependent upon going to the library 
to find just one copy or at most a few copies in source 
books. These, as supplements to the text, can give students 
a far greater insight and understanding of the issues and 
problems of earlier times. Copies of documents such as the 
Mayflower Compact, Fundamental Orders, Declaration of Inde-
pendence, personal letters, narratives and the like are 
~Henry Steele Commager and Allan Nevins, Editors, The Heri-
tage of America, Little, Brown and Company, Boston, 1939, 
XXIV =f 1152 pp.; Richard D. Heffner, A Documenta~ History 
of the United States, The New American Library of~orld Li-
terature. Inc •• New York. 1952. 278pp. and Louis :M. Hacker, 11 
The Shaping of .. the American Tradition, Columbia University ,1 
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Press, .New York, 1947, XXIV+ 1247PP• II 
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particularly valuable in the study of our Colonial history. 
In 1939 there appeared a combined source book and work 
book with special exercises involving critical thinking with 
primary sources. Written mostly for the junior-high school 
level, it contained many exercises in analysis, comparison 
and inference. In the words of the authors they " ••• used a 
good many original accounts and records - sources - because 
they are interesting and because we thinlc Americans should 
understand how we know about our past, and where the hastory §/ 
we read comes from." 
Once students have acquired the habit of turning to 
sources, whether primary or secondary, for materials sup-
plemental to their text, the teacher should have them keep a 
record of the sources they use. Their ability to select the 
better authorities can thus be appraised. · With several such 
records compiled by class members, the teacher is then in a 
position to conduct a meaningful lesson in the proper use 
and relative value of various 11 experts" and sources • 
. , -
Critical thinlcing through the use of myths and legends:--
In the Seventeenth Yearbook of the National Council for the 
. 11 
Social Studies Richard Thursfield made an eloquent plea 
6/Erling M. Hunt and Harriet H. Shoen, Sidelights and Source 
~tudies of American History, Bureau of Publications, Teachers 
College, Columbia University, New York, 1939 1 Introduction. 
7/Richard E. Thursfield, Editor, The Study and Teaching of 
American Histor~, Seventeenth Yearbook, The Nat~on~l Council 
for the Social tudies, 1946, George Banta Publ~sh~ng Company, 
Menasha, Wisconsin, PP• 82-93. 
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that the teacher of American history diminish the confounding 
of myths, legends and traditions with historical truth and 
urged that such a procedure could serve well to develop the 
various elements and understandings necessary to the ability 
to think critically. Many of these legends have become a 
part of American folklore and serve as language and literature 
lessons in the elementary grades~ while at the same time 
stimulating affection for our country and an appreciation of 
its leaders and institutions. 
Since many pupils advance, still harboring these stories 
as historical truth, they can become later the medium through 
which valuable skills and intelligent attitudes may be de-
veloped. Some of the most useful of these legends pertaining 
to the Colonial Era are the stories of Columbus and the egg, 
Isabella pawning her jewels, Captain John Smith·and Pocahontas 
the landing at Plymouth Rock, the .Connecticut Blue Laws, the 
hiding of the Connecticut Charter in the Charter Oak, and 
George Washington and the Cherry Tree. Two of these, the 
story of John Smith and Pocahontas and that of Washington 
and the Cherry Tree, Thursfield treated rather exhaustively, 
showing by specific examples and illustrations of possible 
classroom procedures how they might be employed to engender 
rational thinking. In dealing with such materials the 
pupils nbecome aware of bias, prejudice, exaggeration, pro-
paganda, suppression of evidence, lack of sufficient sources, 
different kinds of documents, - the genuine, the outright 
33 
invention> the cheating document~ the garbled document, - and 
factors affecting the reliability of testimony.n!V' 
-
Critical thinking and the causes of the American Revolu-
tion.-- At times the student of history looses the forest 
for the trees. The great number of individual incidents and 
events about which he studies tends to obscure from him the 
background or pattern of which they are a part. To think 
clearly in history the student must occasionally be afforded 
a panoramic view of an era •. Only then can the particular 
episodes be seen clearly in their proper perspective as 
they blend into the general trend and background of the times. 
Only then is true history studied. 
Unfortunately students sometimes leave history classes 
with a myopic view of the factors contributing to the de-
velopment of the American Revolution. They have studied a 
series of isolated events which, parrot-wise, they cata-
logue as its causes. They fail, however, to understand 
that these were merely phases of a vaster and deeper cur-
rent whose well-springs are found far back in colonial 
times. Ignoring this, they can appreciate neither the re-
lation nor the bond between the series of events they so 
correctly itemize. 
Certain basic understandings are necessary for a rea-
soned and thinking study of the Revolution, some of which 
O§I'Ibid.-p. 92. 
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are of concepts and forces which began even prior to the 
landing of the first colonists. They started when people 
first sought to escape dictatorial rule and religious 
intolerance. They were born of the spirit that uprooted 
people from their native soil in search for equality of 
opportunity and freedom for self-realization. They origi-
nated in the mingling together of peoples of different 
nationalities and different traditions~ but united by common 
ideals and like aspirations. These are some of the remote 
and less tangible factors engendering those conditions 
out of which later developed the more immediate causes. 
HoweverJ without a realization of their influence, the 
American Revolution is only imperfectly understood. 
Throughout the pattern of these later causes, the 
thinking of the student must be likewise so directed that 
he perceives other forces conditioning to revolt; the ef-
fects of time and distance which promoted the growth of eco-
nomic and political concepts in the colonies di~fering 
from those of the British Empire; the imperial needs for 
/ 
increased income after the Seven Years War causing the 
British to persist in their taxing and economic controls; 
the special privile1g_eso for a time granted to the colonists 
in the management of their own affairs, later causing them 
to resent any control or interference on the part of the 
British Parliament. Beyond seeing the American Revolution 
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as a revolt of the colonies against England the student 
should see it also as an uprising of the frontier against 
the East, the ballotless against the ruling aristocracy, the 
liberals against the conservatives. 
Such concepts, however, are formed only by those who 
think not solely about the progression of events but also 
of their underlying causes. It is these streams, coursing 
through a period, giving meaning and character to its events, 
which must be emphasized by the teacher. They tend to 
pass unnoticed by the shallow thinker. It is the failure 
of some students to grasp these significant and underlying 
phases of development which prompt their question, "Why 
study history?" 
Critical thinking requires, in addition, the ability to 
see the cause and effect relationships behind a series 
of what might otherwise be viewed merely as chronological 
episodes. The entire litany of oft-studied antecedents 
of the Revolution, from the change in British policy under 
George III and the program of Grenville to the First 
Continental Congress and the armed resistance of Lexington 
and Concord, mru~es an excellent medium through which to 
pursue this sequence. They enable students to comprehend 
the gradual but inexorable snowballing effect of the 
many early minor conflicts into a culminating emotioR-
packed outburst on Lexington Green. 
!I 
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As a summary to any study of the causes of the Revolu-
tion the Declaration of Independence can serve most ef-
fectively. Pupils may be given a list, such as the follow-
ing ~uotations from this famous document, of the many 
charges made against the King and his government and re~uired 
to substantiate these grievances by references to historical 
fact. 
11He has refused his Assent to Laws, the most 
wholesome and necessary for the public good.,· 
He has dissolved Representative Houses repeatedly, 
for opposing with manly firmness his invasions on the 
rights of the people. 
He has made Judges dependent on his Will alone, 
for the tenure of .. their offices~ and the amount and 
payment of their salaries. 
He has constrained our fellow Citizens taken 
Captive on the high Seas to bear ,Arms against their 
Country, to become tne executioners of their friends 
~nd Brethern, or to fall themselves by their Hands ... n 
The greater part of the Declaration of Independence 
is an enumeration of injustices charged against the King. 
Eighteen of these are made, one of which consists of nine 
sub-charges. Any or all of these may be treated in the 
above manner. Besides serving as a comprehensive review 
of the causes of the Revolution such a procedure will 
ac~uaint the students with this cornerstone of our inde-
pendence far more than a simple reading of it. 
Problems and activities relating to the Colonial Period:. 
that are conducive to critical thinking.-- Because much has 
been written on the general topic of critical thinking with 
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little mention having been made of specifics whereby it may 
be achieved> the following list is proposed of problems and 
activities which may contribute to the development of this 
skill on the part of students o:f the Colonial Era. These 
questions are so :framed that the pupil in understanding and 
answering them will require a greater insight into·why things 
happened and what were the results of important decisions, 
events and policies. Questions o:f this nWhyn type, it is 
:felt, are conducive to the greatest amount of reasoning 
whereas questions o:f the rrWho", the nWhen11 and the ttWhere" 
types are particularly of a recall nature. The form in 
which a question is proposed can condition the type o:f 
answer which is required. These questions then are so :framed 
as to demand the exercise o:f critical thought on.the part 
o:f the student. It is in no way proposed, however, that a 
single class include all items o:f the following list in its 
study o:f Colonial America. 
1. Why was the Old World so actively interested 
in trade routes to the Far East during the century pre-
ceeding the discovery o:f the New World by Columbus? 
2. How do you account for the :fact that although 
many o:f the early navigators were Italian,none o:f them 
was in the service of the Italian states? 
3. How did the name America come to be attached to 
the two continents of the New World? 
4. ~~ny o:f the earliest motives :for exploration and 
I 
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colonization sprang from dreams of hoarded gold, new trade 
routes and empires to discover. When these dreams had long 
faded, exploration and colonization continued and swelled 
unabated. To what deeper and sounder motives of the middle 
and lower classes is this attributed? 
5. For what reasons did Englishmen in particular 
come to America? How did they think America could solve 
their problems? 
6. Compare the manner of colonization of the English, 
the Spanish and the French. 
7. The geographical conditions of a country shape its 
social, political and economic development and have a 
dominant role to play in its history. What influence 
had the climate, soil, harbors, and forests in the life 
and development of early New England? How did these 
same factors influence the life and development of the 
more southerly colonies? 
8. What was the condition of the Indian when the 
d 
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white man invaded his land in New England? <~ 
!j 
I· 
9. Do research to discover who were the first set- jj 
,, 
tlers in your community. What was their nationality, religionJI 
!! 
reasons for coming? 
10. In which of the English colonies in America 
would you prefer to have settled? Write-a brief essay 
in which you bring out the reasons for your choice. 
--~-----~- --- --- -~--- --- --- -· 
----------- --- --
11. What traces of Spanish influence are still 
apparent in the territories once under their control? 
E.G. in laws, customs, religion, architecture and language. 
12. Same as #11 for traces of French influence. 
13. I~e a report on the Dutch or Swedish colonies 
in .A."!lerica. 
14. Write a paper describing how American culture 
has been affected by various nationalities. 
15. In 17th century England there was still a marked 
class distinction between the three great classes - clergy, 
nobles and peasants. The new environment of the undeveloped 
country did not lend itself to the perpetuation of these 
distinctions. How did a class consciousness based on wealth 
and ability arise? 
16. Throughout history a successful home has been 
dependent upon a true partnership of husband and wife. 
To what extent was this particularly true among the first 
settlers? 
17. Why was colonial hospitality greater than present-
day hospitality? 
18. Compare the typical day of a pioneer wife with 
that of a modern wife. 
19. Make a menu for a day's meal limiting yourself 
to the foods obtainable by the early settlers. 
20. What were the reasons for the development of 
40 
the town system in New England? What were its advantages? 
Its disadvantages? 
21. What were the reasons for the development of 
the plantation system in the South? What were its ad-
vantages? Its disadvantages? 
22. Form a panel to study the differences in living 
in the North and the South. 
23. Why were slaves imported to the United States? 
24. What were the established churches in ~fussa-
chusetts and Virginia? How did they come to secure their 
dominant positions? 
25. Vfuy did colonists leave the Massachusetts Bay 
Colony and migrate to newer settlements? 
26. Why did the official churches have difficulties 
in maintaining their monopolies and eventually cease to 
have complete religious control over their regions? 
27. What was the "Great Awakening"? What effect 
did it have on religious toleration? 
28. What were the "Blue Laws?" Why could they not 
be long enforced? 
29. Report on some of the methods of punishment em-
ployed in colonial days. 
30. Why did the common schools develop so early in 
Massachusetts? To what extent were these church schools? 
31. Whywas the founding of public schools so long 
-------- ~---·- . ·---·----- -- -------.----- ------- ---
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delayed in the !.fiddle and Southern Colonies? 
32. For what purposes were the early American colleges 
established? 
33· Compare the Harvard University (or Yale, Kings 
College, etc.) of the middle 1600's with the same univer-
sity of today. (size, curriculum, activities) 
34. Report on any phase of education during the 
colonial era. (subject matter, who was educated, opinions 
against education for girls) 
35. Prepare a paper on the state of medicine and the 
treatments practiced by doctors during the early colonial 
period. 
36. Draw a chart showing the similarities and dif-
ferences among the various colonial governments. 
37. What would the issuance of so many types of colo-
nial charters indicate as to England's colonial policies? 
38. In what ways did the Americans acquire political 
experience during early colonial days? 
39. In what ways did England restrict the legislative 
powers of tne colonial assemblies? 
40. Draw a chart showing the course of a bill through 
the colonial legislature, to the governor, to the Privy 
Council and back to the colony. Indicate the time element. 
41. Compare the voting regulations of colonial days 
with those of today. 
42. How did the doctrine of mercantilism affect the 
development of economic life in the colonies? 
43. Why was it the New England colonies which turned 
to manufacturing rather than the Southern colonies? 
44. What were some of the difficulties, delays and 
methods of travel in colonial days? 
45. Pretend that you are a colonist. 
on an overland trip from Boston to New York. 
Write a theme 
Tell of 
some of the dangers and hardships you would encounter. 
46. Look up in the library the sailing time between 
various colonial ports or between colonial and foreign ports. 
What are present-day sailing times between these harbors? 
47. Prepare a paper on the means of defense used 
by the early colonists. 
48. Draw a diagram of matchlocks and flintlocks. 
Compare them with the guns of today.· 
49. What were some of the difficulties faced by 
publishers of early American newspapers? 
50. What was the importance of the Peter Zenger 
case? 
51. In some colonies there developed bitterness 
and antagonism between the tidewater aristocracy and the 
backwoods settlers. What were the causes of this condition? 
See especially Bacon's Rebellion. 
52. Several aspects of England's colonial system 
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speeded the development of colonial self-government. 
Explain. 
53. Why was the obnaining of control over taxation 
by the lower houses of the colonial government so 
important? 
54. Iri parallel columns list the factors favoring 
the French and those favoring the English at the beginning 
of the French and Indian Wars. Take into account the 
Indians# the population of the colonies~ their location 
and the control of the sea. 
55. Why was the Albany Plan of Union acceptable 
neither to England nor to the colonies? 
56. What was the effect of the French and Indian 
Wars? On the Colonies? On England? 
57• Suppose you are an American merchant in 1763. 
Defend the opposition of the colonies to the British 
colonial policy. 
58. Suppose you are an· English merchant in 1763. 
Defend the British colonial policy. 
59. Draw a series of cartoons illustrating the 
steps taken toward union prior to 1787. 
60. The American Revolution consisted of a series 
ofsteps by which the colonies withdrew from the British 
Empire and established their own government. Draw a 
chart illustrating these steps. 
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61. Compare a series of headlines that micht be 
found in a colonial newspaper covering the nain events 
leadin3 up to the Revolutionary War. 
62. Make a cha::t.--t of the irnmec.iate causes which led 
to the outbreru~ of the Revolution. 
63. Pretend you are an editor of a colonial nevrspa1)er. 
Write an editorial either condemning or upholding any one 
of the following acts: 
Stamp Act 
Tea Act 
Quartering Act 
Closing of the Port of Boston 
Writs of Assistance. 
64. What was the influence of John Dickinson? 
65. The Committees of Correspondence have been called 
the "Backbone of the American Revolution". Why? 
66. Why is Sam Adams called "The Father of the 
American Revolution11 ? 
67. Why was that measure of the Townshend Acts 
which provided that the salaries of the royal governors 
and judges should be paid out of customs recej_pts so 
strenuously objecte~ to by the colonists? 
68. Draw a chart of New England's triangular trade 
in molasses, rum and slaves. Indicate the sources of 
profit to the investors. 
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69. Since the tea imported by the East Indian Company 
was cheaper than the smuggled tea, why was its importation 
so violently opposed by the colonists? 
70. Why were the Intolerable Acts instituted against 
Boston? Vfuat was their effect? 
71. Wby was th~ Quebec Act considered so particularly 
offensive in New England? 
72. Why did the Stamp Act meet with such determined 
opposition in the colonies2 
73. What was the significance of ·the Stamp Act 
Congress?· 
74. To what extent can you place the blame for the 
Revolution on Great Britain? On the Colonies? 
75· Who were Pitt~ Burke and Fox? Why did they 
defend the American cause? 
76. Debate - Resolved: Great Britain had the right 
to tax the American colonies without allowing them repre-
sentation in Parliament •. 
77· Read nThe Midnight Ride of Paul Revere" by 
Longfellow. Compare the incidents recounted in the poem 
with the actual occurrences. 
78. Certain provisions of the Constitution and Bill 
of Rights stemmed from the bitter experiences of the colo-
nists with the royal government. What were these provisions 
and what abuses of earlier days prompted them? 
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CHAPTER IV 
CRITICAL THINKING IN THE 
TOPICAL APPROACH 
TO AMERICAN HISTORY 
Introduction.-- In our secondary schools at present 
American History is usually studied chronologically from the 
discovery of the continent to the Civil War and from then 
until contemporary times it is studied topically. Considera-
tion was given in the previous chapter to specific topics and 
teaching procedures whereby critical thinking might be develo-
ped in the chronological method. Consideration now is to be 
given to developing this same skill in areas commonly taught 
by the topical method• 
The problem of developing critical thinking is fundamen-
tally the same regardless of whether the chronological or 
topical method is employed. The collection of data, the 
analysis of evidence, the drawing of conclusions, these and 
other phases of logical inquiry do not v~ with the approach. 
Certain aspects of the skill, however, are more susceptible 
to greater development in the topical study of history. In 
tracing the genesis and the development of a problem over an 
extended period of time, the pupil is forced to pursue cause 
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and effect relations and consider the weight of each factor 
in the eventual resolution of the problem. In addition many 
topics of recent history such as the development of capital 
and labor, government regulation of business and industry, 
and the extent of our role in foreign affairs, have been 
surrounded with conflicting data and bitter controversy. It 
is in the study of these that the pupil is forced to examine 
critically emotional and biased writings, to cull a profusion 
of literature for what is pertinent and reliable, to evaluate 
evidence and to draw conclusions. Since these conclusions 
may differ from those of others in the class, he must be 
prepared to present his findings in an acceptable and logi-
cally convincing form. He may even be required to defend 
these findings against the opinions and conclusions of his 
classmates. 
Regardless of hov1 post-Civil War history is taught or 
into what units it is divided the history of this era is 
concerned generally with three aspects of our growth: 
1) the economic development of the nation including within 
this scope some or all such problems as the growth of agri-
culture and industry, the rise of big business, the console-
dation of labor, the development of transportation and the 
projection of government control and regulation into economic 
life, 2) the social and cultural development of the country, 
3) our gradual emergence from isolation to world leadership. 
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The following suggestions are therefore made of tech-
niques and problems which may be employed within the above-
mentioned co:rnrn.only taught spheres to promote the achievement 
of the goal of critical thinking. 
Critical thinldng in our economic development.-- From 
its beginning, our history, and more recently the history 
of other nations, has been affected in great measure by the 
nature of our economy, the developments of our industry, and 
the achievements of our workers. Today our military and 
diplomatic leadership stem primarily from the recognized 
preeminence of our economic wealth and power. Logically, 
therefore, a study of our economic development is basic and 
requisite to a proper understanding of our nation's history. 
1. Use of maps.-- It is doubtful if the people of any 
nation have been blessed with such an abundance and variety 
of rich natural resources as have the inhabitants of the 
United States. These have conditioned our economy and made ' • 
.. ----~--------- -·-·~ ---·· --
possible our transition from national poverty and weakness 
---------- --
to national prosperity and power. Geographic conditions and 
natural resources, havlng influenced our development at every 
stage, are particularly important to an understanding of our 
i! economic development. Map work, therefore, is indispensable li 
Outline maps of the United 1i in the study of American progress. 
States should find frequent use in 
il 
the history classroom, maps i1 
showing the location of mineral wealth, maps of waterways and 
rail routes~ maps of agricultural regions, of topography and 
of rainfall, maps of population distribution and of political 
divisions. These, woven into the story of our economic 
growth, besides making visual that growth for manystudents, 
can help all grasp the complexity of the factors contributing 
to our economic development and make students less prone to be 
satisfied with inadequate and oversimplified explanations. 
2. Currency problems.-- Much American history has been 
written about the distress of the farmers in the decades 
after the War Between the States and the thirty year's agi-
tation for currency inflation which they proposed as a solu-
tion to their plight. MUch of this agitation, however, is 
meaningless to many students because they lack an understand-
ing of the basic economic factors involved. For this reason 
the study of these monetary problems may best be associated 
·with the inflation visited on America because of World War 
II. The plight of debtors and creditors thus becomes more 
meaningful and the long-drawn-out struggle of the Greenbackers 
and their proposals are made vivid and intelligible. 
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It is not necessary that the student be required to list • 
all the changes in the United States banking system but rather 
that he appreciate the problems stemming from the ±nelasticity 
of the national banking system - the inability to expand 
currency when the needs of the nation demanded an, increase 
during periods of prosperity - and that he understand the 
economic reasoning behind the many proposed solutions to the 
issue. In so considering the evolution of the nation's 
financial structure, the Federal Reserve system can then be 
presented, not in a morass of details, but as the solution 
to the monetary puzzle which had plagued the financiers of 
earlier days. Problems are thus presented in the history 
class in their origin, their development and their solution. 
The student is required to think them through. He cannot 
but learn history in the process. 
3. Prosperity and depression.-- As the student surveys 
our economic development he will recognize that our advance 
has not been even or steady. Rather it has been character-
ized by a recurrence of irregularly separated booms and 
slumps. Periods of prosperity have followed years of depres-
sion. Each of the many panics and depressions which have 
afflicted the American economy need not be investigated 
closely by the student. They can be viewed in concert with 
the emphasis placed on their causes. In almost every case 
depression in America has followed overexpansion - of canals, 
of railroads, of farming, etc. - and of speculation. Such 
history will prompt the student to thillit soberly of our 
prospects for future development. 
4. Causes of unionism.-- Labor organizations are today 
a vigorous force in American life and their rise is rightly 
an object of study in our economic development. For critical 
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thiruring, however, the emphasis should shift from the strife 
and bitterness which accompanied the early stages of organi-
zation to the causes which prompted unionism. The latter 
involve thinking, the former emotions. 'When production was 
carried on by small manufacturers, it was possible to main-
tain a close) personal relationship be~veen employer and em-
ployee. With the passing of small industry there arose the 
great corporation with its thousands of workers scattered 
throughout the country, developiY18 a lack of understanding 
between capital and labor. The growing power of capital 
made it evident to the worlcer that his power must also keep 
pace if his interests were to be safeguarded and his specific 
grievances were to be remedied. 
5· Economic legislation.-- Critical thinking in history 1 
requires that the student be able to identify basic trends 
and motivating causes that lie behind a series of seemingly 
unrelated legislative enactments. Thus in reading about the 
many attempts at government ret:,'"Ulation of railroads and big 
business, the student should be prompted to recognize the 
basic and underlying theme of the whole long struggle - the 
compromise between unrestricted freedom for private owners on 
the one hand, and government ownership and operation on the 
other. He should recognize the average man's age-old opposi-
tion against private monopoly which, once aroused by the 
selfish ruthlessness of economic abuse and disregard for the 
-- -- .. --·--· ~----t~ - -· 
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consumer, will inexorably assert itself. The citizen's weapon!: 
is his vote and prolonged abuse will rouse him to use it with 
ultimate effectiveness. With this background the student 
can then understand the reform which began at the insistence 
on the part of voters that the govern~ent prevent the abuses 
of the monopolists and financiers and which eventually ex-
tended government control and brought it directly into fields 
of economy wherein formerly it was considered an intruder. 
The student must recognize that today serious economic prob-
lems cannot be divorced from the political arena. The 
evidence of the past seems to indicate that the Industrial 
Age can best promote the general welfare when subject to a 
ji 
i' 
certain degree of social control, not when left to unrestraine~ 
individualism. It is this problem of the extent and nature 
of social control which now distinguishes the programs of 
our two major political parties, not whether that control 
shall or shall not exist. 
6. The nature of our economy.-- In their reading, stu-
dents will encounter charges of socialism hurled at our 
present form of democracy. No doubt many will require 
fundamental explanations of the various forms of economy. 
They should be left with the realization, however, that 
though the New Deal legislation extended greatly the super-
vision and control of our economic life by the federal govern-
ment, ours is still not the government of socialism. The 
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two fundamental elements of capitalism remain - private 
ovmership of the means of production and distribution and 
the profits system. 
Critical thinking in our social and cultural develop-
~:-- Intellectually> man is not concerned alone with the 
problems of government and earning a livelihood. There is 
in him also a longing for a finer and fuller life which ex-
presses itself in religion, in education, in science, in 
art and in literature. Pushing back the frontier was a work 
of drudgery which first absorbed men's time and interests. 
Once, however, an area passed its frontier stage and its soil 
had been cultivated and its buildings improved, the spirits 
and the minds of men sought expression in the cultivation of 
the finer arts and the improvement of the common stock of 
knowledge. Such vigor on the part of men produced profound 
changes in the culture of America. Though we freely bor-
rowed from Europe, life here was far from being a mere 
reflection of European modes of thought. Much of it sprang 
from our own environment and experience. America created 
a social and cultural life of her own just as she created 
an independent political and economic existence. Thus, and 
rightly so, our social and cultural growth are a phase of 
study in most secondary American History courses. 
In this aspec-t of our development, dates play a more 
.: minor role than in other phases of the American story and 
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there are less salient incidents and events which stand 
out as turning points or memorabilia·. . Rather our social 
and cultural progress was one of gradual change and tran-
sition, one of underlying tendencies and movements, the 
product of myriad influences and forces. The student who 
seelG hasty and glib answers fails to understand this page 
of history. Of its very nature, it requires consideration 
and thought. Hence it is particularly adapted to developing 
critical thinking on the part of students. The role of the 
teacher is to ascertain that the many complex factors in-
volved are recognized and that their influence is under-
stood. He must help the student acquire a comprehensive 
view of these trends and development through the medium of 
the individual incidents of the time. 
1. Immigration.-- There are many aspects of our social 
and cultural growth in which these underlying tendencies, 
these gradual transitions and their resultant changes in 
American life,require express emphasis and delineation for 
the pupil. In the study of immigration, for instance, it 
should be pointed out that the population of the 1900's did 
not resemble that of the 1860's in the way that an enlarge-
ment resembles a snapshot. The pattern has been altered and 
the proportions of the groups within our society had changed. 
Consideration also should be given the complex factors which 
have exerted a unifying force on the vast groups of such 
different origin spread so widely throughout the land - in-
stantaneous communication, increased mobility of population, 
development of a national press, and the co~~on experience 
of viewing the same pictures and following the same sports. 
2. Everyday life.-- Social history presents countless 
opportunities for studies in contrast and comparison, two 
skills most important to critical thinking. In the era 
following the Civil War our mode of life changed. At its 
close no longer was the typical American a tiller of the 
soil. Now he was a factory hand or an office worker. He 
lived in fewer rooms in crowded urban centers. He sought 
his recreation outside confining apartment walls. His diet 
was now adjusted to occupations wherein less p~rsical acti-
vity was required. Children were no longer the economic 
asset they once had been. At the top of the social and 
economic ladder, successful business leaders and daring 
speculators were erecting palaces in the cities from which 
they directed empires of iron, railroads, oil, and their 
~~ies of working men. At the bottom were the newly-arrived 
immigrants, huddled in the slums of the rapidly growing citiesa 
manning the factories, and doing the rough but necessary 
work of the growing nation. No wonder it was an age of dis-
content and radical political partiesl 
A new industrialism set the pace of American life in a 
lock step of hitherto unaccustomed uniformity. Laborers 
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now rushed to obey the factory whistle and maintain the 
pace set by their machines. Office workers scrambled to 
their desks to take their part in the distribution and sale 
of the mass products of the new machinery. Not alone were 
men's working hours subordinated to the new machinery but 
even their intellectual and social life was becoming stan-
dardized. The small town merchant dressed like the Wall 
Street ba~~er. He ate the same food, listened to the same 
entertainment, read the same papers and saw the same moving 
pictures. Surely a new America had emerged in the twen-
tieth centuryl 
3. Reformers and their programs.-- Because the changed 
life provided sharp contrasts of great wealth and grinding 
poverty, of new conveniences for easier living and problems 
of health and housing, reformers arose, intent upon the eli-
mination of the abuses in the expanding system. The work 
of these indj_viduals can provide a host of opportunities 
for interesting individual reports and projects which will 
send students through profuse outpourings of pr~ary and 
secondary sources, selecting what is pertinent and organizing 
their data. 
The social consciousness of the nation was aroused as 
a host of writers laid open the sores which had accumulated 
upon the body of our economic and political life. It is 
felt, however, that no great emphasis should be placed on 
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the exposures of the muckrakers unless a corresponding 
stress is made to show pupils that these abuses, though la-
mentable, were not at the time confined solely to the United 
States. They were as severe in England and in the other in-
dustrial areas of Europe as they were in our own land. 
The entire Prohibition Movement can be studied also as 
an example in which an inspired, a volubl~and well-organized 
group induced the national acceptance of their views. It 
can serve further as evidence of the futility and positive 
harm of attempting to enforce a measure opposed by a large 
segment of the population. 
4• Social lesislation.-- This spirit of reform was 
noticeable in the changed attitude toward children and child 
life. Laws were enacted to insure the purity and wholesome-
ness of the milk supply, medical and dental examinations 
were initiated in many school systems, and codes were pre-
scribed limiting and controlling the employment of minors. 
These reached a near climax when Congress proposed to the 
states an amendment giving it the power to regulate the 
labor of persons under eighteen years of age. Though it 
failed of acceptance the same result has been achieved by 
Congress in other ways. The means by which Congress has 
achieved this control without the ratification of the amend-
ment can serve as an interesting and thought-proyoking lesson 
on the ability of a determined branch of government to achieve 
its goal. 
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In the quest for social justice) probably no legislation 
has ever been passed in this country more important to the 
masses o:f the people than the Social Security Act. Because 
it sought to malce life more secure for individuals and 
their families and because most pupils will one day be 
covered by its provisions, it merits study in the history 
classroom. When we can so vitalize and mruce personal the 
problems of our history classes, we can prompt our students 
more easily to greater effort and greater achievement. 
5. Education.-- Education has assumed an increasingly 
important role in our society and students should understand 
why. This has been due partly to the importance and value 
placed on the individual in a democracy, partly to the hope 
for a fuller and richer life for his offspring which the 
common man has placed in education, and partly also to one 
of the greatest changes wrought by the Industrial Revolution. 
When millions of women shifted from homeworkers to wage 
earners and moved to the office and factory, the home was 
bound to change. It suffered a decline in social importance 
and resulted in a transfer from the home to the school of 
many former educational and guidance functions once exercised 
by parents. As education adapted itself to meet these new 
demands and serve the needs of youth, vast changes occurred. 
A revolution in the methods o:f education took place, cur-
ricula changed, high schools expanded, and a rapid increase 
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in school enrollment was noted. All these are mere inci-
dents, however, to the student who fails to see the under-
lying forces which prompted such grov"lth and diversity. 
6. Science and the arts.-- The modern industrial 
machine age is wedded to progress in science. The student 
reads about the discoveries of such famous indi vj_duals as 
Goodyear, Bell, Edison, the Wrights, and others. But then 
many students cease to continue their study of scientific 
progress simply because recent history provides them with 
the names of no such outstandin6 figures. This, they should 
realize, is because the method of attack upon the frontiers 
of knowledge has altered somewhat. Research scientists still 
pursue their work but now they are financed by wealthy 
foundations or $erve in the employ of great corporations. 
Thus, though the discoverers become anonymous, the advances 
of science continue. These discoveries which have made man's 
work easier, his life more enjoyable, and even prolonged 
the span of his years, should not go unnoticed in a thinking 
study of our progress. 
Art and architecture are two features of our cultural 
grovvth frequently considered in the history texts but both 
are usually little appreciated in the average classroom. 
They need not be presented, however, only through pictures 
of stately public buildines and the walls of galleries but 
they can be studied in the design and furnishings of homes 
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for the common people. Progress in architecture may be 
viewed in the hones which line our streets, from the ornate 
and over-decorated buildings still standine from the late 
nineteenth century to the functional and e3re-pleasing struc-
tures of the present. Much of our art today is expressed 
in the work of the interior decorator and the furnishings 
of our homes. These too can be contrasted with the appoint-
ments of former years. 
With some advanced groups it vvill be possible, v1orking 
closely with the English department, to trace the changes in 
literature occurring since the close of the last century. 
Here the passage can be followed from the sugared sentimen-
tality of the nineteenth century romanticists to the realistic!! 
vvri tings of Upton Sinclair, Sinclair Lewis, Sherwood Anders on 
and others who strove to depict life as it was. Again, as 
in all other areas, it is the aim of critical thiruring to 
prompt the student to ask why these things occurred and what 
were their results. 
Critical thinldgg in the study of our foreign affairs.--
At one time American history could be taught adequately with 
little emphasis bestowed on our relations with foreign 
powers. No longer is this true and the progress of events 
;j 
would seem to indicate that the history of future years will II 
require an increasing consideration of America's role in 
international problems. Thus it is that even now in all 
surveys of post-Civil War history we find chapters or units 
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devoting extensive time and space to our foreign affairs. 
This phase of our development too can serve the goals 
of critical thinking. It is in the emphasis of concepts 
such as the following - not in the study of unrelated epi-
sodes - that the teacher will find the maximum opportunities 
for exercising the skills of critical thinking on the part 
of students. 
1. Economic influences.-- Pupils should understand that 
in its origin our emergence as a world power stemmed from 
our economic position. The same decade that saw the closing 
of our western frontier witnessed the American nation push-
ing into the international arena at the insistence of those 
capitalists who wished to trade, invest money and develop 
natural resources. It commenced in a very real way when 
the economic development of the United States reached the 
stage where manufacturers were looking beyond our boundaries 
to sell surplus commodities, and bankers to find use for 
surplus capital. Our emergence began in a short war with 
Spain and continued unabated until now when our influence is 
felt in all quarters of the globe. 
It should be pointed out to the student also that in 
our venture into imperialism, a direct result of our indus-
trialization, we were but following in the path of the nations 
of Europe which had industrialized earlier and because of 
----which they too had sought colonial empires as sources of 
~~-
-~,t 
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raw materials and markets for machine-made products. The 
scramble for empire had been intense since 1870. The United 
States was but a latecomer. 
2. Role of propaganda.--: Our initial extension of in-
fluence beyond the boundaries of the continent, the Spanish-
American War, can serve as a fit study of the effectiveness 
of propaganda and the influence of mass hysteria. Twice our 
representatives at Madrid had cabled that Spain was willing 
to agree to any disposition of Cuba that we demanded but 
this was totally ineffective in satisfying the general ea-
thusiasm for a crusade to free an oppressed people. Our 
unchecked successes of this war and the absurd ease of our 
conquests whetted the appetite of America for continued ven-
tures in imperialism. Severe losses and setbacks at this 
time might have greatly altered American and world history. 
' 3. The Mexican War.-- For practice in reaching con-
clusions with the use of conflicting reports, a study of the 
justification of the Mexican War is of value. In his personal 
11 
memoirs President Grant referred to this war as one of the 
most unjust ever waged by a stronger against a weaker nation. 
On the other hand one historian, Justin H. Smith, ~~ving 
claimed that hostilities were deliberately precipitated by 
1 E. B. Long, ditor, Personal Memoirs of u. S. Grant,. The 
~orld Publishing Company, New York, 1952~ PP• 20, 56. 
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the will and act of r.Iexico and that no other course would 
have been patriotic or even rational for the United States, y 
aver.ced 1 "The conflict was forced upon us. 11 -, il 
ii 
The Panama Affair.-- A suitable lesson in the ability ,J 
:l 
of a determined executive to achieve his aim is offered by 
:'l II 
,I 
" 'I 
our intrigues and responsibility for the revolution of Panama.!! 
'! 
The outcome of this episode proved fortunate for the United 
States but similar plots and force today might have dire 
implications for the people of the nation. A point such as 
this, stemming from the events of our past, can provoke much 
serious consideration and discussion of the most effective 
li li and desirable means of maintaining the division and balance 
li 
/1 of power within our democracy. While investigating the 
lf 
II arguments about the Panama controversy, students might well :I 
il !I recognize the limitations of autobiographies as a source of 
historical materials. 
5. The Monroe Doctrine.-- The Monroe Doctrine may be 
studied to trace its enlargement and increasing effectiveness 
from a simple warning proclaimed by a weak power to the 
position of international law enforced by a powerful nation. 
This approach will lead the student, pursuing a central theme, ;I 
:1 
tl~ough the French affair in Mexico, the Venezuelan boundary 
dispute, and the German-Venezuelan incident, to_a culmination 
2/Justin H. Smith, The War With Mexico, The T1Iacmillan 
Wew York,·l919, Vol. II, P• 323. 
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in the assumption of police power by America as expressed in 
the Roosevelt Corollary. This latter attitude can then be 
followed through our financial guardianship over Haiti, Santo 
Domingo, and Nicaragua, when we assumed a virtual protectorate 
over the Carribbean and Central American countries, to its 
final reversal and abandonment in the Good Neighbor Policy. 
The class may investigate in what ways this latter policy 
differs from that which preceded it and the reasons and 
practical necessity for the launching of our present program 
of cooperation and friendliness. 
6. Anglo-American relations.-- Students with a good 
I' ;I background in Colonial history tend to approach the study of 
I· t' 
I' 
1! our later development with a spirit of antagonism toward 
il 
!i 
J! England. Yet today our two governments are of desire and 
necessity working together in the closest amity. This 
gradual transition from hostility to friendship, and the 
steps which contributed to the attainment of common interests, 
is a worthy problem for a class interested in seeking the 
causes of a progressive change in the relationship between 
two great pov1ers. :Many instances of stress will be dis-
covered but arising out of all our disputes, our nearness to 
Canada and other British possessions, and particularly from 
our cherishing of like ideas and ideals, grew the realization 
of common interests which could be furthered best by mutual 
cooperation. 
;; 
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7• The World Wars and their aftermaths.-- Both world 
wars and their aftermaths offer countless opportunities for 
:j 
/i raising problems which the student can solve only by the 
1: 
I' 11 serious thought and consideration of background concepts 
!; 
!! 
ii 
II 
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whose comprehension is necessary in order that the pattern 
described by individual events be recognized. The causes of 
World War I go back to the race for colonial empires and the 
age-old archrivalries and suspicions which have rent Europe 
for centuries. The incident at Sarajevo must be recognized ~' 
!J 
as merely the pretext for a conflict which had been building II 
for decades. The impossibility of maintaining our traditional!! 
il 
neutrality became obvious soon after the opening guns of World !I 
War I were fired. Our world position then was such that we 
:I 
" .\ 
-I 
!i 
were wooed by both contestants. Our economic life was quick- /1 
ened by an inpouring of food and military orders from the 
embattled continent. As time progressed we changed from a 
debtor to a creditor nation and the financial capital of 
the world moved from London to New York. 
Most students hear only of the neutrality violations 
of Germany in the first years of World War I. Those of 
England seem to be overlooked in history. To explore a 
condition which receives mere mention in most texts, some 
students could be set to investigate the literature prior 
to our involvement in the conflict to find record of 
England's infractions of our neutrality, our repeated and 
heated protests to London, and the anti-English sentiment 
of some of our citizens. 
Considering our tradition of aloofness from the wars 
of England, the distance of the conflict, the complexity of 
the issues involved, and the diverse origin of the American 
people, the nation responded to the call to arms in 1917 
with an amazing unanimity. The factors producin6 this 
agreement merit study. They serve, moreover, as powerful 
evidence of the effectiveness of propaganda. 
With Versailles, students can trace the grand disil-
lusiorunent from the idealism as stated in Wilson's Fourteen 
Points of a peace with justice, to the hard realities of 
secret treaties, the spirit of revenge, and the lust for 
new territories which stalked the peace discussions. At 
home they can trace the evaporation of the idealism and 
cooperation which had been so evident during the war and the 
appearance of racial, political, and national hatreds which 
made impossible a rational consideration of the proposed 
peace treaty. After World War I old ideas and former po-
licies proved too strong and the United States, refusing to 
join the League of Nations, withdrew as far as possible 
from active participation in the politics and intrigues 
of Europe. Although we failed to join the League, students 
should realize that our influence for world peace did not 
cease thereby. Our role in this movement continued in the 
/I 
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Washington Conference~ the London Naval Conference 1 the 
Kellogg-Briand Pact, and in the public announcements and de-
clarations of our leaders. 
World War II can be viewed as an extension of the 
earlier conflict with now a new note injected into the 
struggle. This was not merely a contest for empires - as 
had been most previous wars - but an attempt to replace one 
set of values and philosophies of life with another. 
Students should leave our history classes with an under-
standing realization that if the world is to achieve peace 1 
it must somehow learn to live together. This is the implied 
and intrinsic goal in the term "United Nations" and the 
object of all our country's efforts in behalf of peace since 
1945. Some nations are rich in raw materials; others are 
poor. Some nations have an abundance of fertile land; others 
have little. Certain nations have factories and a profusion 
of skilled labor to produce manufactured goods; others are 
engaged chiefly in producing raw materials. A few nations 
have surplus·wealth which they can lend; most nations have 
little. No nation has everything that it needs. 
This situation produces friction and innumerable prob-
lems. The "have not" nations are envious of the "haves". No 
nation likes to be dependent on the good will of another. 
Yet men must learn to live together in this economic unit -
the world. America's recent aid to the nations of Europe 
.... ·. 
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and of the 
1: ineluctable importance w~ich economy plays in the achieve-il 
i' II 
•I 
1! 
ment of world peace. 
The unit method.-- Critical thinking cannot be de-I. 
1 veloped adequately when carried on by highly individualis-
iJ 
:; 
1: tic processes. 
!I It is most fruitfully carried on in groups 
i' il 
i: 
1/ 
wherein a range of ideas can be matched and a variety of 
backgrounds can be pooled to develop fuller and richer I· !l 
li 
;: understandings. The teaching method employed must harness 
!I 
I! j, differences in knowledge and scholarship~ must introduce 
comparisons and contrasts, and must integrate conflicting 
ideas and attitudes if it is to afford maximum opportunity 
and practice for critical thinking. In the words of a well-
1mown proponent of the unit method, "Because ability to 
think is so fundamentally essential to intelligent partici-
pation in a democracy, it follows inevitably that teaching 
and learning procedures in the secondary school must be 
2/ predominantly of the problem-solving type." 
It is with the unit method of teaching in mind and 
the desire to suggest a list of problems and activities 
which may contribute to the development of critical tnink-
ing on the part of students of the above phases of topical 
history that the following series is proposed. 
illett~ Fundamentals of 
:Mifflin Company, Boston, 
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1. One historian has said that without an agricultural 
jl 
li 
i! 
'I il 
II !I i! revolution - the invention of labor-saving machinery for !I 
il 
lJ 
jl 
I' 
!i 
'I ,, 
the fal~ and the development of scientific agriculture 
Industrial Revolution could not have gone far. Why? 
the 
q 
u 
li 
il 
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I' tl 
" I' possibl~j 
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2. What are some of the basic factors which made 
II 
il 
!I 
America's industrial development? 
!I 3. Compare manufacturing in the textile industry (or i: 
.I 
I! any other industry) prior to the Industrial Revolution 
II with manufacturing in that industry today. 
II 4. Consult the latest nstatistical Abstract of the 
I 
/! United Statesh. Make a graph showing one of the following: ,, 
i! 
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r\ 
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II 
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a. the number of factory spindles by decades 
from 1840 to the present; 
b. the number of patents issued by decades 
by the United States Patent Office; 
c. the growth in manufacturing by decades 
since the middle of the last century. 
5. How might you be affected by the introduction of 
the mechanical cotton picker if you were a) a sharecropper) 
b) a large southern plantation owner, c) a consumer of 
goods made of cotton, and d) a manufacturer of cotton tex-
tiles? 
6. It has been said) "Barbed wire and windmills made 
the settlement of the West possible." Explain the reasons 
for this statement. 
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What effect had the Civil War on the economic 
life of the North? Of the South? 
B. Why were the western railroads so interested in 
promoting settlement in the regions through which they were 
building? What methods did they employ to encourage set-
tlement? 
Why was it necessary that the re~1lation of rail-
li 
,! roads be undertaken by the federal government rather than 
< : 
by the states? 
10. What factors led to the rapid development of the 
Granges between 1867 and 1875? 
11. The McKinley Tariff o.f 1890, the highest tariff 
measure passed up to that time, caused a decrease in govern-
ment revenue. Why was this so? 
12. Find what proposals advocated by the Knights of 
Labor, and once considered socialistic, have since been 
ii widely adopted? 
II 
,, 13. Why did the government abandon its policy of 
i1 "laissez faire"? 
' r 
ii 14. When one considers the methods used and the bit-
1! 
Ji terness of the struggle between unions and employers, he 
li is amazed that so little feeling of cass against class has 
,I 
li 
)i developed. What has prevented the development of class con-
,, 
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15. Trace the development of either a) the Congress 
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of Industrial Organizations or b) the American Federation 
of Labor. What are the objectives of each? How do they 
differ from one another? 
16. In its struggle for better conditions, American 
labor has avoided forming its own political party but has 
sought remedies through both major existing parties. Why? 
17. Illustrate by diagrams how each of the following 
means of business consolidation function: 
a. The Pool 
b. The Trust 
c. The Holding Company 
18. To show the relation between cycles of prosperity 
and depression and the influx of immigrants to the United 
States make a graph showing both the rise and fall in 
national prosperity and immigration. 
What were the attitudes of industry and of 
labor on the immigration question from 1870 to 1900? Why 
did they differ so~ 
20. Why did the stream of immigration to the United 
States shift from northern Europe to southern and eastern 
21. In the late nineteenth and early twentieth cen-
turies there were millions of immigrants paying high rents 
in overcrowded slum areas and working long hours for 
:I ii miserable compensation. 
!I 
Why did they remain in America and 
I( 
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even urge their families and friends to migrate here in the 
face of such conditions? 
22. In 1790 there were six cities in the United States 
having a population of 8,000 or over comprising 3.3% of 
the population of the country. In 1950 there were 1323 
such cities having 49.3% of the nation's people. How do 
you account for this shift in the distribution of population? 
23. What have been the causes of regional shifts in 
the population within the United States? What sections 
of the country are gaining in population? What sections 
are losing? Why? 
24. In Europe people living a few miles apart often 
have different customs and ways of life. American life is 
quite uniform over thousands of miles. How do you account 
for this? 
25. Compare one of the following: 
a. The large city of the late nineteenth century 
with the present-day large city. 
b. Urban and rural life in the late 1800's 
c. Colleges seventy-five years ago and colleges 
today. 
26. Though there were differences of wealth among 
individual farmers in the early 1900's, we do not find 
in agricultural regions, as a general rule, the sharply 
drawn differences in social classes and wealth that existed 
in cities at this time. Why? 
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27. It has been said that American education has 
greatly reduced illiteracy but has not significantly raised 
the level of reading tastes. ·What evidence is there that the 
charge is or is not true? 
28. To show the expansion of the public school system 
\ 
make a graph showing both 
a. the population by decades, and 
b. the number of pupils in public schools by 
decades .. 
29. Draw a graph illustrating the growth in high-
school enrollments since 1900. Why has there been such a 
continuous increase? 
30. Make a graph showing the death rate per thousand 
in the United States from 1860 to the present. Account 
for the great decrease in recent times. 
31. What has happened to the median age of people 
in this country since 1820? Why? How has the American way 
of life been affected by this change? 
32. Why has the general rate of population increase 
in the United States slowed down? 
33. Make a graph showing the number of women who 
were employed from 1870 to the present. What social and 
economic effects flow from the rise of this curve? 
34. What laws exist in Massachusetts limiting and 
regulating the hours and conditions of work for minors? 
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35. It has been charged that the Machine Age has 
tended to standardize American life. To what extent is 
this true? 
36. Make a collection of pictures of 
a• homes built during the Guilded Age showing 
the overornamental architecttlre of the day 
b. furnishings typical of the homes of that day 
Co the social dress of the time. 
37· How has American life been affected by the auto-
mobile (or by the telephone, radio~ television, etc.)? 
38. Why has it been said that uscience creates prob-
lems as well as solves themu? Give some examples. 
39. Why is the Venezuelan Boundary Dispute considered 
an important phase in the development of our policy on the 
Monroe Doctrine? 
40. Why was it that during the last half of the nine-
teenth century the United States was more frequently at 
odds with Great Britain than with other nations? 
41. Why did the United States go to war with Spain 
even though that country showed a willingness to accept 
our demands concerning Cuba? 
42. The Northwest Ordinance of 1787 was our first ;-
and basic colonial policye To what extent was this modified 
in the establishment of the new imperial governments in 
Cuba, the Philippines~ and Puerto Rico? 
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II q 43. Prior to 1929 many people in this country argued 
jj that we should retain possession of ,the Phillipine Islands. 
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After 1929 this attitude changed. Why? 
44· Theodore Roosevelt summed up his policy toward 
the other republics of the Western Hemisphere in this 
phrase: "Walk softly and carry a big stick." What did he 
mean? Was such a policy justified? What were its effects 
in Latin America? 
45· What circumstances, which made a policy of iso-
lation practicable in the nineteenth century, have changed 
in our day? 
46. It has been said that "the United States went 
to war twice with Germany because this country could not 
afford to have Great Britain defeated." Do you agree or 
disagree with this statement? Why? 
47. How would you have voted on the League Question 
if you had been a senator in 1919-1920? What are the rea-
sons for your stand? 
48. Why was the spirit of isolation so strong in this 
country in the 20's and 30's? 
49. Immediately after World War I most nations of 
Europe were republics. Not long after, however, there 
were dictatorships in Russia, Germany, Italy, and Spain. 
wr~ did absolutism gain supremacy in so many nations? 
50. What forces divided the victors of World War I 
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and allied Italy and Japan with Germany for a new attempt 
at world conquest? 
51. In what ways did World War I sow the seeds of 
World War II? 
52. What factors led to a worsening of Japanese-American 
relations in the several years before the attack on Pearl 
Harbor? 
53 • Contrast 
a. the United States' position on neutral rights 
in the Napoleonic Wars, World War I and World 
War II 1 or 
b. how the United States became involved in 
World War I and World War II. 
54. How was public opinion created to support the 
war effort in botn World War I and World War II? 
55. In what ways did Franklin D. Roosevelt seelc to 
avoid the mistakes made by Woodrow Wilson at the end of 
World War I? 
56. Compare the extent of United States participation 
in international organizations after World Wars I and II. 
57. What factors led to a stiffening of America's 
attitude toward Russia after World War II? 
58. How does the success of the occupation of Japan 
compare with that of Germany? Why? 
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59. Problems involving map work: 
a. 
b. 
Using maps, explain why the United States is 
interested in the West Indies. 
Compare the relationship of Alaska to Europe 
on a polar projection m~p. What are your 
conclusions about the strategic importance 
of Alaska? 
c. Study a racial map of Europe. Then compare it 
with a map of Europe pnor to World War I and 
d. 
a map of Europe in 1920. Note the changes in 
the latter political map. To what extent were 
the boundaries of Europe redrawn along racial 
lines? 
After World War I France wanted to annex 
German territory as far east as the Rhine River 
or to establish an independent Rhineland 
Republic. Why? 
e. In World War II why did Germany experience far 
i! greater difficulties in its attack against 
ll 
!I Russia than against France? 
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SUMMARY AND COHCLUSIONS 
Educators at all levels and in all areas appear to 
agree as readily to the importance of developing critical 
t~inking on the part of their students as they do to anything 
of significance in educational thought and ~ractice. Des-
pite this almost universal acceptance of an ack~owledged 
and desired objective, however, teachers in general, and 
those working in the field of American history in particular, 
have made no systematic efforts to develop activities, per-
feet techniques or select problems which would be most con-
ducive to the achievement of this goal. 
This thesis is an outgrowth of the recognition that 
one of the aims in the teaching of American history should 
be the development in the student of the ability to think 
The problem was to examine the reasons for the 
tivities from phases of American history commonly taught 
from either the chronological or topical approach which 
might be employed in the achievement of this goal. 
There is little reason to believe that substantial skill 
in critical thinking may be achieved as an incidental outcome 
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of instruction directed toward other ends. It is recognized 
that the pupil learns something of the method of critical 
improvement in this art. 
It follows, therefore, that in their planning teachers 
must hold this aim in a steady and clear~e;;;~p~as they 
devise and direct the learning activities of their pupils. 
Here conscious effort is required, for not only the choice 
of problems but also the manner in which the subject matter 
is furnished is of fundamental importance in critical 
thinking. 
Since critical thinking is a serious objectiveJ there 
must be provided a sequential development for it through-
ou~ all grades. It is not a process which can be taught 
all at once, no matter how thoroughly it is done at 
that occasion. It is necessary to see it as a developmental 
process~ capable of only gradual achievement. The secondary 
school alone cannot do it justice. It is an objective 
which is served best by continuity at all levels and in all 
areas of instruction. 
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Of primary importance to critical thinking is a greater 
emphasis upon developing in pupils an attitude of wanting 
reliable evidence as a basis for belief. The mind which 
is dissatisfied with superficial answers, and which is 
willing to cogitate and probe for more solid reasoning and 
justification, is ready for training in how to think. 
Fortunately, critical thinking can be resolved into 
a series of sub-skills. They must be identified by the 
teacher for only then can provision for instruction and 
opportunities for practice in these elements be incorporated 
into his planning. The process and methods of arriving 
at reasoned and well-founded answers have been divided pre-
viously into a series of five steps: 
1 .. the isolation and definition of a problem 
2. the collection o:f data 
3· the analysis of evidence 
4· the drawing of a conclusion, and 
5· the organization and presentation 
of the conclusion. 
· *" enually into each problem Not all these divis~ons enuer ~ 
and activity which the teacher may select to develop critical 
A,l however can be exercised variously in both thinldng • .n...1. ' ' 
l ·cal and topical approaches to history~ In Chap-the chrono og~ 
top~cs selected from the Colonial Per~od, ter III specific ~ 
th chronological approach> an era commonly taught from e 
81 
were proposed which might be used by the classroom teacher 
as an aid in developing critical thinking. In Chapter IV 
similar proposals were made~ drawn ~rom aspects o~ American 
history commonly taught ~rom the topical approache 
Ease and pro~iciency in the use o~ the above steps is 
attained only by long and constant exercise. The study of 
American history provides a well-spring o~ countless oppor-
tunities in which the student may receive training and 
practice in the use o~ these sub-s1cills. We need not ~ear 
that the knowledge and appreciation of history will s~~er 
in the process; rather it will prosper. The pupil who 
thinks, employing the historical ~ield ~or his thinlcing and 
using historical ~acts and concepts as the integrants o~ his 
thought processes 1 will understand and recall ~ar more 
history than the pupil with the blotter-like mind who merely 
turns the pages o~ his text, striving simply to absorb and 
retain. 
All eras o~ our history, all aspects o~ our growth, and 
both the chronological and topical modes o~ presentation, 
can serve to ~urther the goal o~ critical thinking. This is 
not to imply that critical thinking is the only goal served 
by history. It does mean that the teacher has available a 
golden wealth of problems and activities within the scope of 
American history that can become the medium for the further-
ance of critical thinking on the part of students. From 
82 
:at 
--~ 
these many phases and aspects of our nation's story, spread 
over more than three centuries of our growth~ the teacher 
must select those certain materials which can contribute to 
critical thinking and incorporate them into classroom pro-
cedures and study assignments which provide opportunity 
for their practice and mastery. 
The fostering of critical thinking on the part of stu-
dents is a fertile field for much future study and experiment. 
The development of techniques, situations and problems which 
will require the exercise of the important abilities involved 
in critical thinking has been a virtual void untouched by 
scholarship and publication. It is a problem, moreover, to 
which educators must devote increasing time and attention, 
for today the ability to think critically is tied closely to 
the citizenship attitudes and skills needed to preserve and 
strengthen our democracy. The ability to think has set man 
above the animal world and made him the master of all lower 
creation. In it lie his hope and promise for a better life. 
Education, by improving and perfecting this mark of distinc-
tion, this source of his eminence, and this means of self-
improvement, must help him attain that brighter future. 
83 
·. 
SELECTED BIBLIOGRAPHY 
• 
• 
Aldrich, Julian c .. , nneveloping Critical Thinking 1 11 Social 
Education (I~ch, 1949), 12:115-118. 
Anderson~ Howard R., Editor, Teaching Critical Thinking in 
the Social Studies, Thirteenth Yearbook, 1942. The 
National Council :for the Social Studies, George Banta 
Publishing Company, Menasha~ Wisconsin. 
Beatrice~ Sister Mary, 11 Training in Thinking," Catholic 
Educational Review (May, 1945), 43:286-294. 
Billet, Roy o., Fundamentals o~ Secondary-School Teaching, 
Houghton ~ti:fflin Company, Boston, 1940. 
Black, IUa.x, Critical Thinking. Prentice-Hall, Inc., New York, 
1946. 
Canfield, Leon H., and Howard B. Wilder, The n~ki~ of Modern 
America. Houghton Mifflin Company, Boston, 950. 
Cartwright, William H., How to Use a Textbook.. National 
Council :for the Social Studies, Washington, D.C.~ 
Revised 1950. 
Commager, Henry Steele and Allan Nevins, Editors, The Heritage 
of America. Little, Brown and Company, Boston, 1939· 
Curran, Clyde E., "Teaching People to Think,u Progressive 
Education (February, 1951), 28:132-135·-
Dewey, John, How We Think. 
1910. 
D.C. Heath and Company, Boston, 
Duryee~ L. M., "Training :for Thinking - or Mass Production 
of Robots?'! Journal of English Education (December, 1945 , 
36:292-295· 
Ellis, Elmer,·Editor, Education Against Propaganda, Seventh 
Yearbook, 1937· The National Council :for the Social 
Studies, George Banta Publishing Company, Menasha, 
Wisconsin. 
Faulkner, Harold Underwood, and Tyler Kepner, America -·Its 
History and People. Harper and Brothers~ New York1 . 
1950 • 
Fawcett, H. P., Editor~ The Nature of Proof, Thirteenth Year-
book, 1938. National Council of Teachers of ~~thema­
tics, Teachers College, Columbia University, New York. 
84 
Ferrell, F. H.il "Experiment in the Development of' Critical 
Thinking, 1 American Teacher (January, 1946), 30:24-25· 
Glaser, Edward M., An Experiment in the Develcmment of' Critica: 
Thinking, Contributions to Education, -No. 843, Teachers 
College, Columbia University, New York1 Jl941. 
Goodson, Max R., urmprovement of' Pupil Thinking," Educational 
Administration and Supervision (November, 1939), 25:615-
624. 
Hacker, Louis M., The Shaping of' the American Tradition. 
Columbia University Press, New York, 1947· 
Hahn, Lewis E., "Developing Critical Thinking in the Secondary 
Schools, 11 Educational Administration and Supervision 
(November, 1948), 34:421-424. 
Heffner, Richard D., A Document~ History of the United 
States. The New American ·brary of World Literature, 
Inc., New York, 1952. 
Horn~ Ernest, Methods of' Instruction in the Social Studies. 
Charles Scribner's Sons, New York, 1937· 
Hunt, Erling M.> and Harriet H. Shoen, Sidelights and Source 
Studies of American History. Teachers College, Columbia 
University, New York, 1939. 
Isaacs> w., and J. Kolodny, "Role of' Myths in Critical 
Education," Educational Sociology (April, 1948), 
21:472-481. 
Issager, H., "Education for Independent Thinking: An Attempt, n 
Pedagogical Seminary and Journal of' Genetic FSycholqgy 
{June, 1948J, 72:295-301. 
Johnson, Alvin, The Historian and Historical Evidence. 
Charles Scribner's Sons, New York, 1934. 
Johnson, Henry, Teaching of' History in Elementary and Secon-
dary Schools. The Macmillan Company, New York, 1929. 
IG.ee, Loretta E., "Folklore and the Development of Critical 
Thinking, n Social Education (October, 1946), 10:267-269. 
Lawson, :Pouglas E., ttTechniques of' Teaching to Think," Educa-
tional Administration and Supervision (April, 1938), 
24:277-281. 
85 
,. 
Lee, Alfred IvicClung and Elizabeth Briant Lee, Editors¥ The 
Fine Art·of Eropaganda. Harcourt, Bace and Company, 
New York, 1939. 
Long, E.B., Editor, Personal Memoirs of u.s. Grant. The 
World Publishing Company, New York, 1952. 
McConnell, T. R., "Learning by Thinking,n School and Society 
(~arch 18, 1939), 49:343-347· 
MarshallJ M. J., "Developing Independent Thinking through 
the Social Sciences," American Teacher (November, 1949), 
34:15-16. ' 
Miller, Clyde R., nTeaching Pupils How to Think,"·The Nations 
Schools (January, 1938), 21:23-24. 
-----=~=- How to Detect and Analyze P.ropaganda. The Town 
Hall, Inc., New York, 1939. 
"Critical Thinking,tt Childhood Education (January1 
1940), 16:196. 
Miller, Jemina, and Grace Weston, 11 Slow Learners Improve in 
Critical Thinking,u Social Education (November, 1949), 
13:315-316. 
National Association of Secondary-School Principles, The 
Imuerative Needs of Youth of Secondary-School ~·e~ 
Bulletin. Washington, D.c., lllfarch, 1947. 
Nevins, Allan, The Gateway to History. D.C. Heath and 
Company, Boston, 1938o 
Noll, Victor H., ttHabi t of Scientific Thinking, 1' Teachers 
College Record (October, 1933), 35:1-9. - . 
"Teaching the Habit of Scientific Thinking," 
Teachers College Record (December, 1933), 35:202-212. 
Packard, c. E., "Critical Thinking and the Educative Process,n 
Education (September,.l947), 68:53-64. 
Phelan, PeJ., "Craze for Facts but not for Thinking," 
America (Februa.ry 17, 1940) ,. 62 :514-515· . 
.. Pingry, Robert E., ttoritical Thinking, What is It?n The 
Mathematics Teacher (November, 1951), 44:466-470. 
86 
•• 
• 
President's Commission on Higher Education, Higher Education 
for American Democracl, Volume I, Establishing the 
Goals. United States Government P.rinting OfficeJ 
· Washington, D.C., 1947 • 
Progressive Education Commission, Mathematics in General 
Education. D. Appleton-Century Company, New York, 1940. 
Rand, Helen, nTo Teach Thinking," The English Journal, (May, 
1935), 24:375-381. . 
Rothenbush, v. F., nPlan for Teaching Pupils How to Think~" 
Clearing Honse (February, 1943), 17 :331 ... 335. .. 
Russell, D. H., "Reading for Critical Thinking," California 
Journal of Elementary Education (November, .1945), · 
14:79-86. 
St. John, J. A., Editor, The Works of John Locke, Volume I. 
George Bell and Sons, ~ondon, 1877• 
Schuyler,_ Robert Livingstone, "Can History Educate?" 
Columbia University Quarterll (June, 1935), 19:395-397. 
Smith, Justin H., The War With Mexico1 Volume II. The 
Macmillan Company, New York, 1919• 
Southworth, John Van Duyn, Our Own United States. Iroquois 
Publishing Company, Syracuse, New York, 1948. 
Symonds, Percival M., nHow Do Good Habits of Thinking Begin?tt 
Childhood Education (March, 1947), 23:309-314. · 
Taba, Hilda, ttProblems in Developing Critical Thinking," 
Progressive Education (November, 1950), 28:45-48 •. 
The H~ W. Wilson Company, How to use the Readers' Guide to 
Periodical Literature and Other Indexes, New York. 
Thursfield1 Richard E., Editor, The Study and Teaching of American Historl~ Seventeenth Yearbook,-1946. The 
National Council for the Social Studies, George Banta 
Publishing Company, Menasha, Wisconsin. 
Wesley, Edgar B., Teaching the Social Studies in High Schoo~ 
D.C. Heath and Company, Boston, 195V • 
Wood, Ben D. and F. S. Beers, "Knowledge vs Thinking,tt 
Teachers College Record (March, 1936), 37:487-499. 
---~-~-----·-*-·-· -~ .... --~--- -~---
87 
• 
-·---
' ' 
~ 
Zechie1.1 A. N.~ and S. P. McCutcheon, "Reflective Thinking 
in Social. Studies and in Science)" Progressive Education 
(April., 1.938)~ 1.5:284-290 • 
88 
